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'Education has to be paid for, and people naturally wonder if they are getting their moneys worth. How much education is economically desirable? To what extent does organised education promote the economy? What is the economic value of education what obligation does education have to train a labour force in return for economic support from the community? since the state invests in education it expects a fair return on its money. Although the school is not an industrial enterprise, it must nevertheless satisfy the economic demands of those who pay for it. As part of its general function of preparing young people for membership in society, the school has an economic function: to contribute to the national economy. On the one hand education is a, "production good," in that it enhances the earning, power of the individual on the other hand it is a, "consumption good," because it acquaints the individual with the traditions and skills of his society. The student buys educational status in quantities of credit hours and grade points. He pays for the service partly with money but mostly by attending classes and doing what is expected of him. On the service side the teacher is a dispenser of knowledge. Education may be regarded as a form of investment if we consider the effects that education is expected to have on the future activities of those now being taught and on the performance of the economy to which they will contribute. Expenditure on educating an active labour force are a part of a nations capital and major improvements in the productive use of education mean more productive use of large segments of the national capital.' Kneller 'Certain mental habits are commonly instilled by those who are engaged in education: obedience and discipline; ruthlessness in the struggle for worldly success; contempt towards opposing groups and an unquestioning credulity; a passive acceptance of the teachers wisdom, all these habits are against life. Instead of obedience and discipline we ought to aim at preserving independence and impulse, instead of ruthlessness, education should try to develop justice in thought.
Instead of contempt, it ought to instil reverence and the attempt at understanding, towards the opinions of others it ought to produce not necessarily acquiescence, but only such opposition as is combined with imaginative apprehension and a clear realisation of the grounds for opposition. Instead of credulity, the object should be to stimulate constructive doubt, the love of mental adventure, the sense of worlds to conquer by enterprise and boldness in thought. Contentment with the status quo and subordination of the individual pupil to political aims owing to indifference to the things of the mind are immediate causes of the evils... The wish to preserve the past rather than the hope of creating the future imitates the mind of those who control the teaching of the young. Education should not aim at passive awareness of dead facts but at an activity directed towards the world that our efforts are to create. It should be inspired, not by a regretful hankering after the extinct beauties of Greece and the Renaissance, but a shining vision of the society that is to be,'
Russell
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INTRODUCTION
Within the accounting literature, interest in accounting education appears to be growing (see, for example, Gray et al 1994; Owen et al 1994; Lewis et al 1992; Neimark 1996; Galhoffer & Haslam 1996; Reiter 1996; Amernic 1996; Paisey & Paisey 1996; Chua 1996; Davis & Sherman 1996; Dillard & Tinker 1996; Dillard 1991) . However, as yet there seems to be little systematic theoretical and critical analysis of the political and social nature of accounting education (although see Lehman 1988 and Power 1991 as two notable exceptions). Other areas of accounting research, for example, management accounting and organizational research appear to be characterised by quite a sophisticated level of theoretical analysis which draws on the work of Ricource (Llewellyn 1993) ; Giddens (MacIntosh & Scapens 1990 ), Foucault (Miller & O'Leary 1987) and Marx (Armstrong 1985; 87) .
However, this level of theorisation seems to be missing from accounting education research.
Given the significant and perhaps even primary role that social theorists (see for example Althusser 1971 ) have ascribed to education in the reproduction of social structures and the maintenance of forms of domination this seems surprising. Herbert Marcus (1969) for example argues, ' It is precisely the preparatory character {of education}which gives it its historical significance: to develop, in the exploited, the consciousness (and unconsciousness) which would loosen the hold of enslaving needs over the existence -the needs which perpetuate their dependence on the system of exploitation. Without this rupture, which can only be the result of political education in action, even the most elemental, the most immediate force of rebellion may be defeated, or become the mass basis of counterrevolution. ' Similarly, Althusser (1971) claimed that, 'schools in advanced capitalist societies have become the dominant institution in the ideological subjugation of the work force,' he says, ' one ideological state apparatus certainly has the dominant role, although hardly anyone lends an ear to it's music; it is so silent! This is the school.' (Althusser 1971 in Giroux 1983 . Foucault (1972) also says, ' Education may well be as of a right, the instrument whereby every individual in society like our own can gain access to any kind of discourse. But we well know that in its distribution, in what it permits and what it prevents it follows the well-trodden battle lines of social conflict. Every education system is a political means maintaining or modifying the appropriation of discourse.......What is an education system after all if not the ritualisation of the word; if not a qualification of some fixing roles for speakers; if not the distribution of and an appropriation of discourse, with all its learning powers. ' The analysis which has taken place in the literature has tended to present accounting education as a source of domination and control (see for example Zeff 1989 , Lehman 1988 and/or as having the potential to empower (Dillard 1991) 2 . However, little critical analysis has been provided on the specific ways in which power may operate within accounting education; or the theoretical framework which might provide a basis for more empowering forms of accounting education; or on the theoretical problematic of the tension between both possibilities (that is empowerment and domination). This paper contends that education in general and accounting education in particular is the dominant institutional process in the subjugation of business students and the creation of an accounting labour force that passively comply with the dictates of capital and it's institutions. It is suggested that domination is effected within accounting education in a hegemnoic way through the material conditions of accounting education and through the linguistic forms by which knowledge is communicated to students. The paper also argues that more empowering forms of accounting education could be based on notions of radical democracy. The tension between the two possibilities is explained as a dialectic. The paper draws on some ethnographic research to argue that accounting education always takes place within a dialectical arena of conflict and resistance.
Objectives And Structure Of The Paper
The majority of accounting students view the university as a neutral institution designed to provide them with the requisite knowledge and skills for their chosen vocation (Duane 1970) .
Accounting students like the majority of other students have become depoliticized.
Accounting departments are full of students who consciously shun political and social engagement and the possibility of social transformation (Giroux 1996) . They, 'conform to existing thought and behaviour and lack a critical dimension and a dimension of potentialities that transcends existing society,' (Marcuse 1991) . The reasons why contemporary society seems to be capable of containing social change may be two fold. Firstly, as Habermas suggests, the system has a veneer of democratic process which provides it with a legitimacy (although he also says that this veneer is breaking up, throwing the system into crisis) (McKernan 1997 This paper studies the hegemonic way in which power and domination operate through accounting education to depoliticise students and prepare them for a specific and fundamental role within capitalist societies. However, the paper suggests that there is a dialectic relationship between education as a form of control and domination, and education as a form of empowerment and emancipation. The domination which may be effected through our educational system in general and, consequently through accountancy degrees as part of that system, is contrasted with the potential within accounting education for more democratic and empowering forms of pedagogy, a pedagogy that rejects many of the traditional aims and forms of conventional education.
The paper is split into two sections:
· Section one considers education as a form of control;
· Section two considers the potential for education to empower individuals;
EDUCATION AS A FORM OF CONTROL
This section studies how education in general and accounting education in particular has been perceived as a process of socialisation and control. It is based on a review of some critical education literature. The section has been arranged so that there is a progression from theories which focus on society to theories which focus on the individual. However, it is important to point out that the section has been structured in this linear fashion in an attempt to aid understanding and not to prioritise either position. What is presented in the next few pages is not a Cartesian line but rather an Adornian constellation 3 . Thus, while some aspects of some theories are criticised, this is not carried out with the intention of disregarding a particular argument so we can progress onto some truer position, rather, the criticisms provide a link for connecting one theory to the next. As such, it is the totality of the combination of arguments which is important and not any single argument in particular. As such, the paper attempts to avoid extolling human agency into, 'a celebration of human free will,' and alternatively collapsing human agency into a structural product (see Giroux 1983 ).
The paper is thus based on the dialectic of agency and structure.
Theories Of Social Reproduction
This section considers two theories of social reproduction. The first is found within the work of Bowles and Gintis and has been called, 'Correspondence Theory.' The second is based on Louis Althusser's (1971) essay on, Ideological State Apparatuses. Theories of social reproduction focus on the role that education plays in reproducing the work force required to maintain the economic system of production within capitalist societies (Giroux 1983 ).
The purpose of this section is to highlight the relationship between accounting education and the economy. This relationship has already been eluded to in some of the accounting literature (see Zeff 1989; Mahoney 1990 ) and this paper attempts to develop an understanding of what this might involve and also the complexity and assumptions behind this association.
Correspondence Theory
Correspondence theory is based on a fairly orthodox interpretation of Marxism. It is derived from the Marxist assertion that everything is determined by the material (particularly economic) conditions of life. (Gibson 1984 1977 , in Giroux 1983 According to correspondence theory, if you want to understand education you must recognise the economic determinacy of the relationship between the economic base 4 and the superstructure 5 (Gibson 1984) . Ideology, beliefs and ideas as well as politics, religion and education, it is contested, are all subject to, and determined by economic relationships.
Bowels and Gintis (1976) in their book, Schooling in Capitalist America, say that, 'in essence, it represents a model of social reproduction where the determining force is the structure, relationships and patterns of the workplace.' As such, the values, norms and skills which characterise the economy are assumed to be replicated within and by the education system. Education is thus perceived to produce students with attitudes and dispositions conducive to the prerequisites of a capitalist society. Bowels and Gintis (1976) contend that the educational system integrates young people into the economic system.
Education is thus perceived as providing the economy with a labour force equipped with the requisite personalities and attitudes to make it work 6 (Gibson 1984) . Michael Duane (1970) goes as far as to suggest, ' The facts elicited by growing evidence suggests that [education] is a systematically ruthless conditioning of children for adult roles geared to the production of material wealth for a section of our society rather than for the extension of civilised standards to all.'
3 Material and economic factors. 4 Other social institutions such as the legal system, government and organised religion and so on.
5
Education is seen to effect social and economic control by functioning as an agent of legitimation (Giroux 1983) .
In his own particular interpretation of Correspondence Theory, Kevin Harris (1979 , in Gibson 1984 argues that education, in a capitalist society, actually engenders a misrepresentation of reality (in Gibson 1984) . Harris argues that the information conveyed under the auspices of education literally distorts students' views of the world and promotes a false consciousness.
Education, in his opinion, acts, 'as a perception altering drug,' which distorts the consciousness of both teachers and pupils. He asserts that, 'capitalist economic structures pervade and pervert our education system, working through the curriculum to produce a consciousness in students that accepts and hence maintains the economic inequalities on which capitalism is based,' (Gibson 1984) .
Applying Correspondence Theory to Accounting Education.
How does Correspondence Theory contribute towards an understanding of accounting education? Correspondence Theory is important because it highlights the relationship between accounting education and the economic system (See Dillard & Tinker 1996) . There is a well established argument within the critical accounting literature that accounting serves capitalism because of the function it performs in society (see, for example, Tinker 1985 , Tinker et al 1982 Miller & O'Leary 1987) . Accounting education undoubtedly provides students with the technical capacity and the attitudes to perform quite an important role in the functioning of free market economies (see for example Zeff 1989 and Mahoney 1990; Lehman 1988; Gray et al 1994) . Accounting education not only provides students with the technical capabilities to perform this function, but also with the values necessary to perform it, and the shallow uncritical thinking required for them keep on performing it (see McPhail 1997).
As such, accountancy departments appear to function as ministries of propaganda, subliminally instructing students in the rudiments of neo-classical market economics (See Dillard & Tinker 1996) . However, the relationship between the economy and accounting education may be too simplistic if it is only viewed through Correspondence Theory. Firstly, correspondence theory objectifies the objects of its analysis, applying it to accounting would involve objectifying universities, accounting departments, students and the economy. Secondly, it may not be entirely appropriate because it does not analyse ideology, consciousness or power in any detail (Giroux (1983) . Thirdly, it fails to appreciate that while accounting education serves the interests of capitalism, it also serves other interests as well, for example race and gender (Kirkham & Loft 1993; Lehman 1989; Roberts & Coutts 1992; Bebbington et al 1996) . Fourthly, the relationship between accounting education and the workplace would almost be presented as a social law which establishes, a spurious, 'constant fit,' between the two (Giroux 1983 ) and as such completely overlooks the possibility of resistance. Giroux (1983) argues that Correspondence Theory presents a monolithic view of the power of economic structures and contends that it presents individuals as inordinately acquiescent and overly determined, in other words it is too undialectical. Gibson (1984; see also Giroux 1983) concludes that the complexity of what actually goes on in schools and universities is compromised in an attempt to fit education into Marxist theory.
Ideology And Ideological State Apparatuses

This section focuses on Louis Althusser's (1971) essay, Ideology and Ideological State
Apparatuses, and attempts to show that the relationship between economic systems and educational systems is perhaps more complex than Correspondence Theory implies.
Althusser viewed societies as complex structures in which the subtle Ideological State
Apparatus of religion, education, family, communications and culture, supplement and complement the more overtly oppressive State Apparatus of government, the army, the police, the courts and the prisons (see MacDonel 1986). Althusser's model is thus considerably more complex than Correspondence Theory and involves more elements than just the economic. Althusser argued that social reproduction involved both overt force and more subtle ideological forms of power. He contended that the state apparatus functioned primarily by coercion, while the ideological state apparatus operated predominantly by ideology. He argued that since the development of industrialised societies, the ideological state apparatuses have become the most important factors in social reproduction and he contended that education in particular had taken over as the dominant ideological apparatus (see Giroux 1983) . He argued that education, more than any other influence in society, had operated to instil the specific values which supports the continued hegemony of the bourgeoisie as the ruling class and the corresponding subservience of the workers. Althusser raises two important questions : firstly, what is the actual role of schools in the reproduction of the existing order; and secondly, the crucial issue of how the mechanisms of reproduction actually work themselves out within our society (Giroux 1983 ).
The Economic Base
Althusser's work differs from Correspondence Theory in that his model is not as deterministic. Althusser (1971 , in Giroux 1983 argued that society could not be reduced to a simple cause and effect relationship and rejected the crude base/superstructure dichotomy implicit within Correspondence Theory. Althusser's work, amongst other things, is a reaction against the Marxist notion that economic structure is paramount, both in constituting society and in effecting change within society (Gibson 1984) . While he still believed that the economic system was the most significant factor in social reproduction, he never-the-less contended that focusing purely on this relationship was mistaken. Althusser argued that no single cause leads to one particular event but rather that, 'many paths lead to the same event,'
that is to say, events are not determined but, 'over determined.' Thus, in his opinion, it was not just the economic system that was important.
Ideology
While Althusser's work is Marxist, it is also structuralist and, as such, represents quite a fundamental re-theorisation of the notion of ideology. Orthodox Marxism limits the study of ideology to issues of consciousness and false consciousness (see Gibson 1984) . Althusser (1971) however, contended that ideology was unconscious and emerged from underlying structures materialised in language as well as social structures (see Giroux 1983 ).
Althusser suggested that ideology had a material existence, for example, in practices and techniques. He viewed ideology not in terms of consciousness or a passive acceptance, but rather as a system of representations, 'carrying meanings and ideas that structure the unconsciousness of students,' (Giroux 1983; see also MacDonel 1986) . He contended that ideology neither produces consciousness nor a passive compliance, instead, he suggested that it functions as a system of representations which carries meanings and ideas that structure the unconsciousness of students (Giroux 1983) . He says, 'Ideology is indeed a system of representations, but in the majority of cases these representations have nothing to do with consciousness : they are usually images and occasionally concepts but it is above all as structures that they impose on the vast majority of men, not via their consciousness.' (Althusser 1971) .
The introduction of this interpretation of ideology into the analysis of power and social reproduction represents a major advance in understanding the nature of the control that is effected through education.
Applying Althusser to Accounting Education
Applying Althusser's analysis to accounting provides some important further insights into the way in which control may be effected through accounting education and also the role accounting education plays in the maintenance and reproduction of capitalist modes of production. Applying Althusser's work we could argue that accounting education as part of our educational system in general plays the most important role in reproducing the existing social order. Althusser would also begin to break down the overly deterministic perspective that would connect accounting education directly with the economic system. According to
Althusser accounting education should be viewed as more autonomous than this, it does not simply reflect the economic order.
Through Althusser's re-theorisation of ideology we may be able to begin to consider how the process of socialisation actually operates within accounting education. Althusser's theory of ideological state apparatuses would suggest that the material conditions of accounting education: the rituals; practices; social processes; the forms of the lectures that structure the day to day running of the university; the architecture and the categorisation of subjects all play an important role in the reproduction of capitalism. In a similar vein The Brazilian theologian Paulo Freire (1970; 1972) suggests that ideology is materialised in education in the teacher/student relationship; in the subjects chosen to comprise the syllabus; in the method of choosing course content; in the way students may or may not feel free to question the curriculum; in the lack of consideration of non-orthodox issues; in the methods of testing students; and even in the physical layout of the classroom.
Althusser would also suggest that accounting education is involved in the process of reproduction through the construction of a linguistic system of representations which carry meaning and which structure the unconsciousness of students. Accounting education may therefore be seen to provide students with a subconscious system of representations.
However, while Althusser's thesis advances our understanding of the relationship between accounting education and society considerably, it is similar to that of Bowels and Gintis (1976) in that the reproduction of society seems unimpeachable. Like many structuralist theories, it seems to preclude the possibility of resistance. Indeed, at the core of some forms of structuralism lies a rejection of human agency and the importance of consciousness (Giroux 1983) , as Kierkegaard (in Ferguson 1995) says so eloquently, 'system and existence cannot be merged: "system and conclusiveness correspond to each other, but existence is the very opposite......Existence is the spacing that holds apart; the systemic is the conclusiveness that combines." The incompleteness of existence cannot be properly represented, far less explained, as a category within any system.'
If we were to apply Althusser to accounting education it would again be viewed as a monolithic system. There is little room in Althusser's analysis for opposition. Ideology is treated undialectically. In his analysis, formal education seems free from conflict, contradiction and struggle. Althusser presents a notion of power that appears to eliminate human agency, human beings are viewed simply as role bearers (Giroux 1983 ). In particular, both Althusser (1971) and Bowles and Gintis (1976) seem to be at odds with some empirical research on school leavers which has shown that a close correspondence between social background and vocation exists only in the most extreme cases (Brown 1977 ). Althusser's work appears to provide little analysis of the way in which people appropriate and generate meaning. In accounting education as in most other forms of education, this is a contested and dialectical process which takes place within an arena of struggle and conflict.
The value of Althusser's analysis is that it takes us beyond the simple economic determinism of Correspondence Theory and highlights in more detail the role of ideology in the processes of reproduction. Institutions like the school and the university which had previously been seen as simple reflexes of the economic system within capitalist societies are redefined in Althusser's work. He presents them as more autonomous and distinctive. Also, individuals are seen as the product of structurally determined roles and the orthodox Marxist reductionist interpretation of ideology as false consciousness is reconstructed as unconsciousness (see Giroux 1983; Gibson 1984) .
These two theories of social reproduction are important because they bring to our attention the structural factors outside accounting departments and highlights these factors as important forces in influencing both the day to day experiences and the outcome of accounting pedagogic processes (Giroux 1983 ).
Theories of Cultural Reproduction
Theories of cultural reproduction begin where social reproduction theories end. Theories of social reproduction fail to develop an adequate theory of consciousness and culture, they ignore the specificity of how subjectivities are constructed. Theories of cultural reproduction focus more specifically on the detail of how capitalist societies are able to reproduce themselves.
Basil Bernstein's Linguistic Codes
This section considers some of the work of Basil Bernstein. The object of the section is twofold. Firstly, to consider how social traditions may become enshrined in language; and secondly, to analyse the notion of, 'the self,' in more detail.
Bernstein argued that in the process of education, 'domination reaches into the inner recesses of the psyche, ' (See Giroux 1983) . He suggested that education shapes students' identities through developing within them various structures of meanings. He contended that society uses social class, the family and education to reproduce itself through individuals and he was particularly interested in the mechanisms by which this reproduction was accomplished. This argument was already fairly common within the sociology literature, however, he provided a unique contribution through his concept of codes (Giroux 1983 , Gibson 1984 . Giroux explains,
'Bernstien attempts to illuminate how curriculum, pedagogy and evaluation constitute message systems whose underlying structural principles represent a mode of social control rooted in wider society. In investigating the question of how the structure of education shapes both identity and experience, he develops a theoretical framework in which he claims that schools embody an educational code,' (Giroux 1983) .
Berstein points to the importance of a semiotic reading of the structural features that shape knowledge (Giroux 1983) . His notion of codes can be defined as structures of thought, 'the fundamental principles which create everyday activity.....a regulative principle tacitly acquired which generates relevant meanings, the form of their realisation and their evolving contexts. ' Bernstein argued that codes act on and through individual action, consciousness, language and identity to manifest and reproduce society. He says, 'Social structure transforms language possibility into a specific code which elicits, generalises and reinforces those relationships necessary for its continuance. These codes determine perception, experience and identity, and correspondingly reproduce culture and social structure.'
He suggested that codes perform an extremely important function influencing language, consciousness, meaning and subsequently society itself. From this perspective, power is seen to be deeply embedded in the linguistic and cognitive structures which engender particular classifications (see Giroux 1983) .
Even though Bernstein grounded his notion of codes in class structures and insisted that changing society would involve changing culture and class relationships, he also argued that codes can attain an, 'autonomy and causal power all of their own,' (see Giroux 1983; Gibbson 1984) . He contends that codes and other linguistic constructs take over from socio-economic structures as the most important factor in determining an individuals actions, he says, 'I believe that the structure of socialisation is not a set of roles but classification and framing relationships. It is these, I think, that shape the mental structures by establishing code procedures which are predicated upon distinctive rules.'
His thesis is therefore that class relations generate, reproduce and legitimate distinctive forms of communication, which turn into dominating and dominated codes (see Giroux 1983; Gibson 1984) .
Applying Bernstein's Work To Accounting Education
Bernstein's work provides important insights into the process of accounting education.
Viewed from his perspective, accounting education is a process in which language plays a primary role in the construction of individual students' identities, (or subjectivities) deep in their subconsiousness (see Chua 1996) . Within the accounting literature researchers have already made the connection between accounting and language, Laovie (1987 , see also Belkaoui 1978 and Morgan 1988 for example suggests that accounting is literally a language with corresponding grammatical rules. However, this observation has not yet made its way into the accounting education literature. Applying the work of Basil Bernstein we can begin to see how through accounting education, the language or discourse of accounting could be involved in the construction of students subjectivities, subjectivities which surreptitiously serve to advance the prevailing social order (see Chua 1996) . Phillips (1991) for example suggests that, conventionally, accounting education initiates students into the values and language of the profession, 'a rhetoric of scientism and positive epistemology' (Love 1992) . A vocabulary characterised be a sense of objective truth (Love 1992 see also Hooper 1987 . A language of numbers (Chua 1996) .
However, while Bernstein's work represents a significant contribution to accounting education it has been criticised. Gibson (1983) for example, says Bernstein's papers are, 'shot through with tautologies masquerading as logical or causal connectors.' Also, his penchant for social laws which have the force of scientific laws is perhaps questionable. In one paper, for example, he suggests that, 'Codes can be specified by the following formula....'. Also, as in all the theories considered thus far, there seems to be little room for optimism as individuals appear to be completely socialised.
The insights that Bernstein's work provides are limited because he fails to recognise that while there may be one predominant discourse promoted by and through accounting education, there are multiple and conflicting discourses within accounting education, the discourses on ethics (Gray et al 1994) philosophy (Laughlin et al 1986) and social and environmental accounting (Lewis et al 1992) are just a few examples in the literature.
Henry Giroux & Hegemony
All of the theories reviewed above seem to imply that social or cultural domination is not simply effected through force. In the theories discussed so far there seems to be a progression from an overtly physical oppression to more subtle forms of social cohesion that are not recognised as domination at all. Indeed they are experienced as something very natural. As such, the educational system and accounting education as part of that system, may be seen to operate surreptitiously to reproduce the rationality and values of the dominant groups in society. This notion is more clearly articulated in the work of an Italian Marxist called Antonio Gramsci (see Gramsci 1971; Smart 1994) and it has been applied to educational theory in the work of Henry Giroux (1983; .
Gramsci argued that the state exercised hegemony primarily through education. Through his notion of hegemony he attempted to explain, not the origins of social structures, but rather the way in which these structures are maintained and changed. Gramsci suggested that the domination of one social group over another is affected through ideology. He argued that this subordination was achieved primarily through consent and not through overt political oppression. Boggs (1976) power on wide-ranging consent and acquiescence. ' Williams (1977) argues that hegemony has to be seen as more than simply ideological manipulation and indoctrination, he says, 'Its a whole body of practices and expectations, over the whole of living: our senses and assignments of energy, our shaping perceptions of ourselves and our world. It is a lived system of meanings and values, which, as they are experienced as practices, appear as reciprocally conforming. It is, that is to say, in the strongest sense, a culture.'
Hegemony is thus the appropriation of beliefs in such a way that the world view of subordinate groups works in favour of the dominant group such that the dominated group acquiesce to, and are not aware of, their own oppression. Indeed, it may be that the dominated group may not only be unaware of the control exercised over them, but may actually construe the world view through which control is effected as something which is morally good and aspire to adhere to that particular weltanschauung. Entwistle (1979) argues that while hegemonic ideologies are always dominant, they are never totally overpowering. This view is also held by Williams (1977, This view of power and control is quite different from those discussed above as it allows for the possibility of, 'marcusian peripherals,' those people on the margin of society who have not been mesmerised by the hegemonic ambience of late capitalism. From this perspective, the struggle for, and the incorporation of, consciousness is presented as taking place within a contested space.
The theories discussed so far study social reproduction at a highly abstract level and, as such, perhaps overlook what actual happens in the class room. Perhaps there is a sense in which they lose sight of people and treat schools and universities as black boxes. In the theories discussed above, the educational system is construed simply as a site where students are instructed in the prevailing ideology, the fact that it is also a site of, 'contestation and struggle among differentially empowered cultural and economic groups,' (Giroux 1983 ) seems to be missing. As such these theories are in danger of underestimating the conscious, self understanding and, 'purposiveness,' of human beings (Gibson 1984 ) and perhaps they fail to recognise the complexity of the way in which the construction of meaning takes place within the contested sight of higher education (see Williams 1977) .
Raymond Williams (1977) perhaps one of the UK's most influential educational theorist accentuated the importance of the human subject and human agency in the reproduction of social structures through education. He argued that each student was a historical subject. He also argued that domination was not a simple and static thraldom by the ruling classes, but rather that it takes place within an, 'arena of struggle -a continuous and shifting element of contestation rooted in historically specific tensions and conflicts [where] there are no predetermined consequences,' (see Giroux 1984) . Where structuralists like Althusser considered how subjectivities were formed through the structure of society, culturalists like Williams focused on how subjectivities are formed through the, 'moment of self creation,' and the experience of individuals within every day life (Giroux 1984; . Some ethnographic research 7 has identified various subcultures operating within educational institutions which provides some empirical support for Williams position. From work by Hargreaves (1967) ; Ball (1981) ; Willis (1977) ; Sharp and Green (1975); , a number of conclusions can be drawn. Firstly, social reproduction is never completely or neatly accomplished through education but is opposed and resisted by some groups. Secondly, groups who do not, 'buy into,' the dominant culture draw on their own culture as a resource to sustain their opposition. And finally, the existence of these groups imply an alternative empowering potential for education (Gibson 1984) . Giroux (1983) argues that the dominant ideology is often resisted, rejected and redefined by the set of meanings that students and teachers carry around with them. He gives a complex and optimistic account of the operation of power within education. Indeed, he suggests that because hegemonic structures have to be continually renewed and defended they can, by the same token, be continually challenged and in certain respects modified (see Entwistle 1979) . Giroux (1983) argues that hegemony provides a theoretical basis for understanding not only how domination is effected through education, but also how it can be overcome through various forms of resistance. Herbert Marcuse seems to adopt a similar position in his book, One Dimensional Man (1991), when he suggests that, 'One-Dimensional Man will vacillate throughout between two contradictory hypotheses: (1) that advanced industrial society is capable of containing qualitative change for the foreseeable future; (2) that forces and tendencies exist which may break this containment and explode society,' (Marcuse 1991) . Giroux (1983) argues that education functions as a dialectic which acts both to sustain and to resist the values and beliefs of the dominant society. He directly challenges those theorists who ignore, 'how human agency accommodates, mediates and resists the logic of capital and its dominating social practices.' He uses the evidence of ethnographic classroom studies, combined with critical theory, to redefine notions of culture, power, domination and reproduction so as to take account of human action. He attempts to show how educational practices not only serve the interests of dominant groups but contain within them, because of the vagaries of human agency, possibilities of emancipation (see Gibson 1994 ). Giroux (1983) thus challenges any notion of all-encompassing structural or ideological, social 7 Williams criticised orthodox Marxism for analysing issues of culture primarily in terms of high culture and ignoring the tension between high culture and mass or popular culture, in every day situations (see Giroux 1984;  reproduction. He points instead to the fractured, inconsistent, contradictory patterns and affects which result from human action 8 (see Gibson 1984) .
The recognition of both domination and contestation is crucial because it redefines the nature of control and changes our understanding of the way in which power is effected though education.
'In other words, domination is never total in this perspective, nor is it simply imposed on people..... as Foucault continually reminds us, power is not a static phenomenon; it is a process that is always in play. Put another way, power must be viewed in part as a form of production inscribed in the discourse and capabilities that people use to make sense of the world. Otherwise the notion of power is subsumed under the category of domination and the issue of human agency gets relegated to either a marginal or insignificant place in educational theorising.' (Giroux 1983) Giroux (1983) follows Gramsci (1971) in suggesting that ideology is not located in the sphere of consciousness as orthodox Marxism supposes, or in the realm of unconsciousness on its own as Althusser seems to suggest, rather, he argues that the interface between ideology and human needs is affected through three spheres: unconsciousness, common sense and critical consciousness. He presents a three component model which extends the analysis of ideology beyond questions of false consciousness to a consideration of what consciousness is and how it is constituted (see Giroux 1983) .
Unconsciousness
Giroux (1983) presents a notion of unconsciousness which, unlike Althusser's (1971) deterministic and complete domination, is articulated in terms of a dialectic which has both emancipatory as well as enthralling potentiality (see Marcuse 1991) . He suggests that a notion of ideology which places control deep within the unconsciousness need not stifle critique if we still hang on to a belief in human agency. He argues that students should be encouraged 1996). 8 While I believe that Giroux's perspective is correct, research by Wills (1977 , in Power 1991 for example, has shown that resistance is often compromised. This adds to the complexity of the whole educational process. In his studies of the educational experiences of working class teenagers, Wills (1977) identifies a sense in which some students acquiesce and are content to play the, 'qualifications game.' Here, 'generalised attitudes of irony towards the knowledge content coexist with the recognition that self interest requires a commitment to play the game and pass. ' Likewise Power (1991) , in his analysis of accounting education, found that although some students reacted with a certain amount of resistance and cynicism towards the examination system, they nevertheless submitted to and became increasingly colonised by its values (see Power 1991) .
to recognise and analyse those aspects of everyday life that influence the relationships between human beings in order to reveal their historical nature. As such, he emphasises the need for students to critically interrogate their own personal, 'inner histories,' and feelings in order to understand how their individual experiences are, 'reinforced, contradicted and suppressed as a result of the ideologies mediated in the material and intellectual practices that constitute education,' (see Giroux 1983) .
Common Sense
Gramsci's influence is also evident in Giroux's (1983) understanding of common sense. Giroux (1983) suggests that common sense is characterised by disorder and contradiction and that individuals are often not self-conscious enough to be able to recognise and resolve the incongruity. However, again Gramsci does not completely disregard human agency. He suggests that a mode of analysis can and should be encouraged that reveals the contradictions in common sense. He proposes that it may be possible to use these inconsistencies to uncover the interests behind them and as such to use them to engender a from of critical consciousness. Giroux suggests that this process would involve, 'stripping away the objective, natural character prevalent in conventional forms of pedagogy,' (Giroux 1983) 
Critical Consciousness
Finally, Giroux (1983) argues that the development of critical consciousness requires that the normative basis of all knowledge should be highlighted and that the role of individuals in its construction should also be accentuated.
The importance of these issues for the possibility of developing a critical form of accounting pedagogy will be considered later in the paper.
Applying Henri Giroux To Accounting
Applying Giroux's perspective to accounting education provides us with an understanding of both the power and the potential of accounting pedagogy. From Giroux's perspective power is seen to operate within accounting education through a consent based on moral and intellectual persuasion rather than overt political force. Power is seen to operate through the forms of knowledge conveyed to students. His perspective would present a more sophisticated account of the dialectical nature of accounting education. Accounting education would not simply be viewed as the reproduction of capitalism and I think this is an altogether more plausible and accurate perspective on what actually goes on in accounting degree programs. There is resistance in accounting departments, academics are involved in teaching different and antagonistic courses (see Gray et al 1994; Laughlin et al 1986; Lewis et al 1992) , there is resistance and antagonism amongst accounting students both personal experience 9 and research would indicate this (Power 1991) .
Also, viewing accounting education from Giroux's perspective would present a more optimistic picture of the possibility of accounting education to develop a critical consciousness within accounting students. Giroux would suggest that part of this process would involve stripping away the objective and natural character of conventional forms of pedagogy.
So far, this paper has attempted to present the dialectical nature of accounting education. As such, the process of accounting education has been viewed as a sight of conflicting and opposing forces, of control, of socialisation and resistance to socialisation. This short analysis of some of the education literature has attempted to unite both socialisation and education in a melange of economy, hegemony, language and resistance which, while being enthralling also contains the prerequisites for emancipation. The following section considers the democratic and empowering potential of accounting education in more detail.
EDUCATION AND THE POSSIBILITY OF EMPOWERMENT
The objective of this part of the paper is to review some literature which presents education not as a site of control but rather as a means by which individuals can be empowered. The section draws on Giroux's (1983) interpretation of ideology and aims to show that even if education currently subjugates, it does not necessarily follow that it has to. This argument is based on two assumptions. Firstly, it is assumed that hegemony is never complete and, as such, that resistance is always possible. The second assumption relates to the social constructionist perspective adopted within this paper. By arguing that society is the emergent product of our collective actions, this makes social change possible because it takes away the deterministic social laws of scientific positivism (see Arrington & Francis 1989) . From this perspective, society remains as it is partly because we continue to play the roles essential for its recreation in its present form (Philips 1991 ; see also Manicas 1993) .
Education & Empowerment
The relationship between empowerment and education in general is a fairly well established argument. For example, towards the end of the last century the American philosopher and social theorist John Dewey identified the possibilities of using schools to bring about social reform. The Italian Marxist Antonio Gramsci (1971) also argued that education could be used to counter the spread of hegemony within society. More recently Raymond Williams (1977) has argued that there is a close relationship between education and emancipation and Stanly Aronowitz and Henry Giroux (1991) have argued that education could potentially be used as a from of resistance in a society which, they suggest, is becoming increasingly characterised by control and domination. Environmentalists have also recognised the potential within education to move society towards more environmentally benign forms of living. Goldsmith (1972) , for example, suggests that, 'as soon as the best means of inculcating the values of the stable society have been agreed upon, they should be incorporate into our educational system.'
Within the accountancy literature, Lewis et al (1992; see also Misgelds 1985; Gray et al 1994) imply that education is a potentially liberating activity. They quote Dillard (1991) who says, 'we [educationalists] can no longer be satisfied with only interpreting the world we must behave as an active catalyst for change, ' Dillard (1991) .
Thus, while the discussion above highlighted the ways in which accounting education may be a sight of repression and control, there may also be a sense in which education has the potential to empower and liberate individuals and effect social change. It will be argued shortly that this empowerment means educating students to play an active, political role both in shaping their own subjectivities and in shaping society rather than simply fitting into society as it is (see Arrington 1996) .
Empowering Education
The function that accounting education performs, whither enthralling or empowering, may depend on the extent to which it can be detached from social and economic influences. For example, the Canadian economist Kenneth Galbraith (1972) has argued that although education has at least some emancipatory potential, before it can empower, education itself must be emancipated. He argues that within western societies, the educational system generally serves the requirements of the industrial system and in doing so adds to the, 'monolithic character,' of that system. He contends that it is only when the education system is detached from the dictates of the economic system that it may be able to empower students (Galbraith 1972) . While the discussion above suggests that education is more complex than
Galbraith's education/economy correlate, I believe that his argument that education needs to be liberated if it is to liberate is quite fundamental.
The remainder of this section attempts to expand on Galbraith's argument that if education is going to produce critical, reflective and autonomous citizens, in other words if education is to be democratic, then education first has to attain some degree of autonomy itself. At issue
here is the nature of the influence that the economy exerts on the education system. What is it that the education system needs to be detached from and how can this be accomplished? If the relationship between education and the economy can be construed in terms of the knowledge students are provided with in order to enable them to perform a particular function within the economy, then perhaps knowledge needs to be freed. The argument here is not that accountancy students should not be taught accounting knowledge, but rather that this knowledge may need to be detached from hegemonic forms of power. The following section expands on this idea and three issues are considered in particular:
· creativity.
Knowledge
Education provides students with a body of knowledge which they subsequently draw on to make sense of their actions within specific contexts (Dingwall 1987 ; see also Perks 1991). Dingwall (1987) calls this body of knowledge a, 'special rhetoric, a vocabulary of motives and justifications and a distinct methodology which is used for ascertaining facts 10 .'
Particularly within professional education, this, 'frame of reference,' serves to distinguish the profession and legitimate its professional status (Power 1991 (Power , 1989 Perks 1991) .
The work of the Brazilian theologian and educational theorist, Paulo Freire (1970; 1972) , may help clarify what is at issue here. Freire raises two important points: firstly, the nature of the knowledge and secondly the way in which it is transmitted. Freire's thesis on the emancipation of education is based on his belief that the knowledge that education conveys needs to be freed from the, 'invisible creeds,' which underpin it. He suggests that educators should give priority to analysing the conditions in which different knowledge is, 'generated, fought for and established as valid.' Thus, empowering education would not involve changing what is taught, it is not a different body of knowledge that is required, but rather an appreciation of the nature of the knowledge that is taught. As such Freire contends that education should involve the process of learning about knowledge (Giroux 1996) . He argues that knowing involves analysing knowledge from a perspective that enables students to transcend, 'the realms of intellectual habit and common sense,' and suggests that radical educators should learn to bracket and make problematic the knowledge they present to their students. Freire thus believes that the problem is basically that knowledge is uncritically transmitted to students and as such he argues that educators should attempt to find ways of presenting knowledge as problematic (King 1994 ).
Power (1991) studies the nature of this knowledge base within accounting education and seems to concur with Freire's analysis when he suggests that it emanates from complex power relationships. Power (1991) argues that it is negotiated by powers internal and external to the profession, who establish and maintain the boundaries of what is accepted as core knowledge and what is considered to be peripheral 11 (See Dingwall 1987) . From this perspective, the body of knowledge that accounting education provides accounting students with, and which they subsequently draw on to interpret the world as accountants, is not neutral or objective. Yet, despite this, is seems that the contested and essentially normative nature of the knowledge that accounting students are taught is rarely discussed 12 (see Power 1991) . Regardless of the possibility that accounting students in particular may not be happy discussing these softer kinds of issues accounting educators may, nevertheless, have a moral obligation on to encouraging their students to question the nature of the knowledge they are presented with. Thus, there may be a sense in which accounting education needs to be freed in the sense that the knowledge imparted to students needs to be presented as paradigmatic, ideological and ultimately ad hoc (see Hines 1989) . Giroux (1991) explains, ' This suggests that curriculum knowledge should not be treated as a sacred text but developed as part of an ongoing engagement with a variety of narratives and traditions that can be read and re-formulated in politically different terms.' (Giroux 1991) .
Authority (example of Weisberg & Duffin's class 1995)
At a more theoretical level, the legal ethics literature contains some more philosophicaly sophisticated analysis of the form that ethics education should take. Colby et al (1987) for example describe the process of understanding moral reasoning as a hermeneutic one, dependant on the teachers ability through dialogue to draw out ideas from the student's perspective rather than by imposing their own framework. Similarly, the Kohlbergian method is seen to clearly prohibit educators from offering an 'authoritative,' solution to moral problems (Hartwell 1990) . This suggests that a non-hierarchical learning environment is more appropriate in which the students learn from each other and the lecturer plays a facilitating role. Webb (1996) lables this the dialectical teaching method. Hoffman (1982) explains that the process of, 'dialectical teaching,' proceeds through critical dialogue between supervisor and student. Postmodern ethical issues are also being discussed within the legal education literature. Chaplan (1996) for example talks about postmodern ethics in law. He discusses the importance of the other, and listening to the stories of the other. He suggests that this involves trying to understand the context of their clients lives based on listening and not represent clients as generalisations.
The section above contended that the potential for education to empower depends on our ability to free knowledge, this section develops this idea further and argues that the presentation of knowledge has to be freed from authority.
Paulo Freire (1970; 1972) discusses the process through which knowledge is transmitted.
Freire provides an insight into the relationship between power and knowledge (which this is not unrelated to Foucault's notion of power/knowledge) (see Tadeu Freire (1970; 1972) argues that knowledge becomes a liberating tool only when it can be released from these social/political relationships.
Freire talks about the way in which education is conventionally viewed using a, 'bank account,' metaphor. He argues that education traditionally involves depositing knowledge within students. Within accounting education, Zeff (1989) for example argues that in the USA, the syllabus of accounting degrees have become swamped by regulatory pronouncements. As such, he implies that students spend all their time attempting to store these pronouncements at the expense of developing critical and reflective skills 13 . Freire argues, ' Instead of communicating, the teacher issues communiqués and makes deposits which students patiently receive, memorise and repeat.... In the banking concept of education, knowledge is a gift bestowed by those who consider themselves to be knowledgeable upon those they consider to know nothing. The more students work at storing the deposits entrusted to them, the less they develop the critical consciousness which would result from their intervention in the world as transformers of the world,' (Freire 1970, in Tadeu During their time at university accounting students are taught by experience that it is normal for other people to organise their lives (see Mickelson 1980) . Love (1992) explains that the language of accounting education communicates not only the authority of a particular tradition, but also the tradition of authority. Accounting students thus emerges assuming that 13 This propensity may be related to the fact that contemporary pedagogy seems to cultivate a strategic attitude towards education. An attitude which prioritises exam success rather than critical reflection on the relationship between education and society (Blundell & Booth 1988) . Blundell and Booth (1988) argue that this preference becomes ever more firmly entrenched as students progress through their courses. Passing exams becomes ever more important in successive years.
it is their job to fit into the situation as it exists and never imagine that they might be capable of changing anything (Hunt 1970).
Freire's conceptualisation of knowledge is of primary importance here. Where Dingwall (1987 , in Power 1991 implies that a body of knowledge conventionally provides students with a set of meanings which gives their actions meaning in a very passive way, Freire suggests that education should attempt to develop the self determining powers of students through providing them with the ability to perform, 'a critical reading of reality.' He views knowledge as an active tool that is used by the individual to make sense of their life-world.
Freire contends that students should be encouraged to generate their own meanings. ' In a similar vain Giroux (1991) says that critical education would involve exploring how, 'multiple narrative and social practices are constructed around a politics and pedagogy of difference that offers students the opportunity to read the world differently, resist the abuse of power and privilege and construct alternative democratic communities.'
According to Freire the democratisation of accounting education would involve a, 'hermeneutic emancipation of the educational context within which learning takes place,' (Freire 1972) . This dialogical form of education would involve both students and teachers
actively interacting with what is taught in, 'conditions of mutual respect,' (Tadeu da Silva & McLaren 1993) . Giroux (1991) explains that this relates to the possibility, 'for creating pedagogical practices characterised by the open exchange of ideas, the proliferation of dialogue and the material conditions of the expression of individual and social freedom.' (Aronowitz & Giroux 1991) . The empowerment of education would involve providing students with the lived experience of empowerment and this would fundamentally involve the reconstruction of university accounting and finance departments as democratic public spheres. This would mean providing students with the skills they require to, 'locate themselves in history, find their own voices and providing the convictions and compassion necessary for exercising civic courage' (Giroux 1991) . At issue here is a pedagogy, 'that provides the knowledge, skills and habits for students to read history in ways that enable them to reclaim [some control over] their identities' (Giroux 1991) . Freire contends that students should be given the confidence and ability to develop their own frame of reference while at the same time being aware of its Indeed, Power (1991) argues that attempts to develop critical and reflective thought can often come to be regarded as, 'waffle.' contingency. Thus, the deconstruction of authority in accounting education is not about rejecting authority but rather is about individuals taking authority and responsibility upon themselves. 'In other words the question of freedom needs to be engaged dialectically not only as one of individual rights but also as part of the discourse of social responsibility' (Giroux 1991) . As Williams (1970) argues, radical new forms of pedagogy should not involve the rejection of authority but, 'the taking of authority with all its consequent demands on oneself.' Aronowitz and Giroux (1991) explain, radically democratic education views teaching and learning as part of, 'the wider pedagogy of public life,' and is not against it or a threat to it At issue here is the question of practice, or how to live in society. Aronowitz and Giroux (1991;  see also Lehman 1988) suggest that within contemporary society, individual achievement has replaced concern for the community. Particularly within accountancy, the accountant has become an expert professional, a dealer in cult knowledge rather than a, 'public actor.' Students are not encouraged to consider the economic and social rationale for learning about accountancy or the ideal behind the notion of a profession (Arrington 1996; Aronowitz & Giroux 1991) .
Their rationale for studying accountancy perhaps remains the possibility of getting a well paid job at the end of their degree 14 . As such, it may be important for accounting educators to take up the task of redefining accountancy as a public practice (Aronowitz & Giroux 1991 ; see also Arrington 1996; . Providing this kind of community identity is essential for both moral and political agency. By focusing on public accountability, this may force the analysis of accountancy into dimensions beyond the interests of the firm or the profession, or even the individual accountant. Indeed, the argument that accounting education should attempt to deconstruct accountancy is based on the premise that accounting education should endeavour to produce, 'ethical agents capable of engaging with the world,' (Arrington 1996; .
Accounting education can and should provide students with the capacity to critically engage with accountancy. Ferguson (1995) explains the point I am attempting to make when he says, 'Ethical choice is quite another matter, for me, the moment of choosing is very earnest. In this earnestness the personality becomes more concrete, more fully determined and more sure of itself,' (Ferguson 1995 see also Harris & Brown's (1990 14 With a growing number of graduates and fewer training contracts this possibility may no longer be an adequate reason for studying accountancy.
I believe that students need to be encouraged to, 'take an active part in their own becoming,' (See Gare 1995; Atkinson 1991) and I also believe that accounting education has an important role to play in dealing with the, 'despair of becoming oneself.' The notion of becoming is based on the view that existence is a process of self-actualisation (Kierkegaard in Ferguson 1995) .
From this perspective, 'Existence is not a changeless state but a continual coming into existence, ' (Kierkegaard in Ferguson 1995) . Kierkegaard (in Ferguson 1995) makes this point eloquently when he says, 'the self is construed in terms of progressive determinants. In becoming more and more, "itself," it differentiates itself as an "individual." But this is by no means an asocial conception. It does not represent a withdrawal from the world but an increasing inclusiveness and enrichment of actuality qualified in terms of a personal point of view.' (Kierkegaard, in Ferguson 1995) .
As such, this paper is underpinned by a concern with what Kierkegaard called the, 'melancholy of modernity. ' Ferguson (1995) defines melancholy as, 'the loss of being'. He suggests that, in Kierkegaard, 'the classical language of melancholy, and its associated network of moral and psychological ideas has been transformed and adapted to describe the immediate experience of modernity as, "inner loneliness,"'
Creativity
This section concludes by considering the effects that education may have on creativity.
Kierkegaard suggested that imagination plays a key role in human experience. He says, 'As a rule, imagination is the medium for the processes of infinitising. Whatever feeling, knowing and willing a person has, depends upon what imagination he has, upon how that person reflects himself -that is, upon imagination. The imagination is the possibility of any and all reflection, and the intensity of this medium is the intensity of the self.'
Similarly, Booth et al (1987) argue that imagination is, 'pivotal to thought, feeling and volition. ' Skorpen (1991) Crick and Watson's development of the double helix for the theoretical structure of human genes (Skorpen 1991) . Without a highly developed imagination neither of these might exist.
As such, the development of imagination would seem like an appropriate goal for education.
However, Aeolic (1986) argues that at least within conventional forms of education, 'Instruction smothers the horizon of imagination.' If this is true, then it may be that the creative capacity of the imagination may be stultified rather than developed through education (Power 1991 Accounting education may stultify imagination (Illich 1986; Power 1991a; see also Skorpen 1991; Muldoon 1990; ) and pre-empt interpretation (see for example Arrington & Francis 1989) , both of which are important factors in the nurturing of ethical identity and sensitivity (see Magill 1992; Gaustafson 1970) . Thus there may be a sense in which education needs to be freed from the stifling effect that it has on the imagination.
Conclusion : The Challenge For Educators
This paper has attempted to present the dialectical nature of accounting education. It has suggested that accounting education has both the potential to subjugate and the potential to empower accounting students. Section one explored some educational theory in an attempt to try to begin to understand how accounting education might be seen as a process of control and domination. It was contended firstly that accounting education is significantly though not exclusively influenced by the economic means of production; secondly that control and domination are effected in a hegemonic way through language and the communication of knowledge (see Chua 1996) ; and finally that accounting education and the associated struggle for the incorporation of meaning takes place within a contested arena. Section two attempted to delineate the ways in which accounting education may have to change if it is to become more democratic and more empowering. It was suggested that if accounting education is to empower then accounting education itself must be empowered, in other words we need to create the lived experience of empowerment for accounting students and (de)construct accounting departments into democratic public spheres (Giroux 1991) . It was argued that (accounting) education needs to be hermeneutically emancipated from the social context within which it takes place with a view of encouraging students to take a more active part in the development of their professional identities. These ideas are quite threatening to accounting educators because it may mean that students who currently passively accept what they are
taught and do what they are told may force accounting academics to think through the reasons why they believe what they are teaching and why they believe that it is morally justifiable to pass their beliefs on to their students.
This paper has presented accounting educators as politicians and it concludes with a call for those academics to be transformative, public intellectuals marked by a moral courage and criticism that would not require them to step back from society in the manner of an objective teacher, but only to distance themselves from those power relationships that subjugate, oppress and diminish other human beings. Accounting educators need to take up criticism from within to develop pedagogical practices that not only heighten the possibilities for critical consciousness but also for transformative action (Walzer 1987 in Giroux 1991 .
